Juliette Delahaie. Sociopragmatic competence in FFL language teaching Towards a principled approach to teaching discourse markers in FFL . Researching Sociopragmatic competence is now a widely researched area in linguistics, language acquisition and language learning and teaching, and one of the goals of the Common European Framework of Reference for Languages (2001). Several studies in language acquisition demonstrate the benefits of instruction in various aspects of pragmatics, but principally for the teaching of English, and rarely for the teaching of discourse markers. These items are difficult to explain to learners, but they are very helpful to manage a conversation, for example donc/alors/tiens are particular ways of opening a conversation, whereas voilà/ok can help to close a conversation, and also have a feedback role. The aim of this paper is to propose a model for the creation of relevant fabricated dialogues for the learning and teaching of sociopragmatic competence, especially of discourse markers in French as a Foreign Language. Taking voilà as a case study, we explore the ways in which an investigation of the functions and meanings of discourse markers in a corpus of spoken French can inform materials for teaching. We will first provide a definition of sociopragmatic competence and discourse markers in linguistics and in language learning and teaching. We will then present two different methodological approaches to the investigation of discourse markers and their implications for course design, taking as an illustration the analysis of voilà. Based on a semantic approach in which voilà has a 'core meaning' with various contextual functions, we 2 will propose a course design which involves the construction of model dialogues based on the study of authentic spoken interactions from the Lancom corpus (Louvain-Leuven University).
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Introduction
How can sociopragmatic competence be taught in the language classroom? Sociopragmatic competence is now a widely researched area in linguistics, language acquisition and language learning and teaching, and one of the goals of the Common European Framework of Reference for Languages (2001 Languages ( /2011 , with a specific focus on pragmatic and sociolinguistic skills such as the knowledge of scripts or patterns of interaction (ibid.: 99), the ability to manage an interaction, to formulate appropriate speech acts or the knowledge and use of relational and social markers. Several studies in language acquisition (e.g. Bardovi-Harlig 2001) demonstrate the benefits of instruction in various aspects of pragmatics, -but principally for the teaching of English. This paper deals with the teaching of French as a foreign language (FFL), but proposes a general model for the creation of relevant fabricated dialogues for the learning and teaching of sociopragmatic competence. To illustrate the approach, I will focus on the teaching and learning of Discourse Markers (henceforth DMs) through inauthentic 1 but appropriate exchanges and dialogues. Through such dialogues, DMs can be taught as linguistic realizations of pragmatic competence : voilà and d'accord, for example, are used to give different feedbacks, while tiens vs alors/donc are particular ways of opening a conversation. These items, however, are not seriously taken into account in textbook lessons and dialogues for FFL, except by Calbris and Montredon (2011) (see also Delahaie 2012) . The question of how to teach DMs therefore remains relevant. Taking voilà as a case study, we want to explore the ways in which an investigation of the functions and meanings of DMs in a corpus of spoken French can inform materials for teaching.
I will first provide a definition of sociopragmatic competence and DMs in linguistics and in language learning and teaching. I will then present two different methodological approaches to the investigation of DMs and their implications for course design, taking as an illustration the analysis of the DM voilà. Based on a semantic approach to DMs where voilà has a 'core meaning' with various contextual functions, I will propose a course design which involves the construction of model dialogues based on the study of authentic spoken interactions from the Lancom corpus (Louvain-Leuven University). The aim is to show that sociopragmatic variability of DMs is not a constraint on teaching and learning them: the multiple functions of one DM can be reduced to 'side-effects' of a core meaning. It should be therefore easier for the learner to understand and use them.
Some definitions: sociopragmatic competence and discourse markers in linguistics
and language teaching
Sociopragmatic Competence
Sociopragmatics (Leech 1983 ) focuses on the relationship between linguistic action and social structure and is concerned with the influence of socio-contextual factors in language as social action. Leech (1983) 
Pragmatic description
Several approaches have been taken to DMs, which are also called 'pragmatic markers' (see Beeching and Aijmer in this volume), or 'connectives' but often with differences in terms of how they are described. However, before discussing the points of disagreement, it is first necessary to give a commonly agreed definition of DMs. According to Brinton (1996) or Schourup (1999) In the 'data-driven approach', data are used as the starting point for an account of the use and distribution of DMs in everyday discourse, and to outline a pattern of use. For example, Schiffrin (1987) argues that each marker is primarily associated with one of the five planes of talk (ideational structure, action structure, exchange structure, participational framework and information state). On the basis of sociolinguistic interviews, Schiffrin examined each interactional context to describe the meaning of the DMs she studies. Like Schourup (1999) later, she identified the core meaning of a DM by comparing its various discourse uses and
attempting to determine what these uses have in common. Unsurprisingly, this exercise produces conflicting results, depending on the data analysed and the interactional parameters that are taken into consideration. For instance Schourup (1999: 250) mentions that the DM well has more than a dozen cores varying across the different studies. The problem here is that DMs are seen as 'context-sensitive' (Schiffrin: 1987) , and in conversational analysis, they are seen as interpretable only through the context. A complete study of exhaustive data would lead to reanalysis and an improvement in the descriptions, but, as Schourup (1999: 253) says, 'there will still be no guarantee that hypothesized semantic cores will converge on the correct solution as more and more data is considered'.
A 'theory-driven approach' involves a very different method of analysing the semantic meaning of a DM. For most theory-driven approaches, context is not considered to be the most important element in explaining a DM's meaning. Rather, the meaning of a DM in context is the surface phenomenon of a deep meaning which cannot be understood merely by examining the context. Seen from this perspective, each DM has one core meaning which can explain all the uses in context; if not, they are considered as different semantic entities (see Anscombre et al. 2013 ). The Dictionnaire raisonné des marqueurs discursifs du français, For example, the way of asking a question is very different in our data, with native speakers of French using yes/no questions far more than Wh-questions for reasons of politeness, even if the speaker expects more than a yes/no answer; conversely, the Flemish learners mainly use For DMs in French, this corpus makes some largely unstudied items salient. We will focus here on the DM voilà in spoken French and show the differences of analysis between a datadriven approach and a theory-driven approach.
This very frequent DM in French has numerous functions and numerous translations in
English, and can index various contextual parameters. To present these functions, I will use only part of the Lancom corpus, namely transcriptions of 13 spontaneous interactions in a travel agency (30,000 words, 1993/2006) in France (Lille), because they illustrate a wide range of functions. In these data, voilà appears to be very 'context-sensitive'. As already mentioned, each corpus will produce a specific typology of the uses of a DM. The same caveat holds for the contexts in which voilà has been studied by Bruxelles and Traverso (2006) and Druetta (1993) . Based on the travel agency data alone, the DM voilà can already be shown to have many uses, as illustrated in the grid below: Therefore, voilà is very useful for managing the interaction, at a microstructural level (the exchange with two or three turns) and at a macro level (the structure of the interaction).
Voilà is also frequently used to indicate an extra-linguistic object or a linguistic one.
According to Bruxelles and Traverso (2006: 76) , these occurrences of voilà that they call 'déictique/présentatif/eurêka' 'apparaissent à l'issue d'une activité locale de recherche d'un objet, au moment où l'objet est "trouvé"' ('appear after searching for an object, when the object is found'). These occurrences are very frequent in our travel interactions, where they are used to signal the end and the result of a process within a speaker's turn. It can be a concrete process: 10 E-it's trips proposed by (X) so they are (X) products but maybe with less good hotels but well very nice so I know they have a guided tour yes voilà (here it is) for Thailand 11 C-He's going to the University near Stockholm I don't remember its name now = well/ its name is Linköping voilà (that's it) I remember now that's where he is. 12 E-So in fact voilà (the thing is) I wanted to check because I'd like to add perhaps a passenger
To conclude, voilà is a very useful item in interaction, with different functions. However, a semantic analysis shows that voilà in its different uses has common properties. Its first common characteristic is its deictic function: the referent of voilà has to be found through the discursive or situational context. This is very clear in cases where voilà is used for confirmation, as in example (6). In this exchange, the implicit referent of voilà can be found via the expression 'l'hôtel Kalimera', situated in the immediate linguistic context of voilà.
The referent of voilà has likewise to be found through the construction 'un circuit sur la Thaïlande' in example (11). This means that in its discursive functions, voilà has the same properties as voilà used as a presentative, as in this example:
(13) 'te voilà/voilà le bus qui arrive'
13
There is a second most important characteristic of voilà in all its uses: while the referent has to be retrievable through the situational or textual context, it is considered to be expected by the speakers. This phenomenon of 'already known' can work in various ways. When voilà serves as a response to a request for confirmation, it is used as an answer to a question, which is partially an assertion, as Labov has already shown ('the rule of confirmation ', 1970: 80) .
When voilà is employed within a monological conclusion, a sentence can be finished without proceeding to a normal grammatical closure, as in example (8). So, when voilà helps to close a turn, it is sometimes used to replace an explicit explanation. Finally, in the travel agency interactions, when voilà appears at the end of the interaction, it indicates the end of a script (with a set of expected sequences, exchanges and speech acts) as a conclusion (example 9).
For this reason, it is used less frequently in conversational interactions without a predetermined script. 13 Here you are/here is the bus.
I will not develop all the semantic and pragmatic properties of voilà here (see Delahaie 2009 ).
The aim was just to show that the two approaches, the data-driven one and the theory-driven one, are very different but complementary. The two approaches are used below to build relevant dialogues for learning and teaching FFL. immersion is insufficient for the acquisition of pragmatic skills; according to Rose (2005: 386) following Schmidt (1993) , 'simple exposure to the target language is insufficientpragmatic functions and relevant contextual factors are often not salient to learners and so not likely to be noticed even after prolonged exposure' (Schmidt 1993) . Similarly, Comprenolle and Williams (2013: 303) show that 'learners do indeed benefit more from explicit instruction than simple exposure. Even an explicit comment or explanation made in passing may be somewhat beneficial to learners'. There are different kinds of instructional methods: focus-onform, feedback, discourse completion tasks and recasts, viewing and identifying pragmatic infelicities, followed by role play (Bardovi-Harlig and Griffin 2005), but a distinction must be made between explicit and implicit teaching of pragmatic skills.
Implicit teaching gives 'a provision of enriched input via input enhancement techniques and recasting of pragmalinguistic errors that arise out of meaning-focused communication' (Kasper and Roever 2005: 318) . In fact, Kasper and Roever (2005) show that, in order to be acquisitionally available, the input must seem relevant and worthwhile for the learner.
Learners' attention should be drawn 'to the linguistic forms by which [an] action is implemented, its immediate interactional or textual context ' (2005: 318) . This means that an authentic context may be insufficient to focus on specific linguistic features, because they are not highlighted and hard to 'notice', but textbook dialogues are often deceptive: BardoviHarlig (2001) , in a review of current studies in this area, showed that the speech act realisations presented in textbooks may not reflect the manner in which native speakers commonly perform them. A possible reason for this imprecision may be that such teaching materials, rather than being based on empirical research, are derived from native speaker intuitions, themselves unreliable in nature.
On the other hand, the effectiveness of explicit teaching has been demonstrated in many ways.
Bardovi-Harlig and Griffin (2005) reported that explicit classroom instruction about speech act realisations can benefit ESL learners from different backgrounds even if more advanced learners may develop awareness without instruction. Soler (2005) , too, showed that instruction has a positive effect, especially when it includes reference to linguistic rules, which are explained to the learners, and direct and indirect awareness-raising tasks.
But how should DMs be taught?
The research in pedagogy has mainly focused on how to teach and learn to perform particular speech acts, that is to say, using an appropriate speech act in a given speech event and selecting appropriate linguistic forms to realize this speech act. By contrast, little has been proposed for DMs in terms of pedagogy. Some researchers (Wichmann and Chanet 2009, Dewaele and Wourm 2002) suggest increasing learners' awareness of DMs, and teaching with authentic spoken data (video and transcriptions). With this type of material, the solution could be to explain the different meanings of DMs in association with different interactional contexts. This is, for example, the pedagogical approach proposed by Lee (2003) in order to teach the DMs 'well' and 'oh'. Here the DM is 'context-sensitive' (Schiffrin 1987) , and the way DMs are taught refers to 'data-driven approaches'.
Another way to teach DMs could be to make lists of them, but the danger here is the 'paradigmatic curse' identified by Beacco (1989) quoi, voilà, enfin, donc, bref, etc. (Niveau B2 pour le français, un référentiel 2004: 72 and 114) . We have seen that voilà for example has a particular value when confirming, and cannot be replaced by bien sûr que si or tout à fait in any context. As Zheng says in this volume, discourse markers could be taught only if
we have, as a first step, an adequate description of their usages.
This all seems to support the idea that DMs are very difficult to explain, and that all that can be done is to gloss a given example depending on the context. However, this makes the gloss more of an explanation of the whole context than of the DM itself. In addition, if a DM is assumed to have only a procedural meaning, it will be more difficult to explain because, in traditional language teaching, what is explained is the meaning of the content, or how it describes the world. Explaining, for instance, 'how to manage an interaction' with DMs, does not fit into any of the traditional grammatical/semantic categories. Therefore, pragmatic explanation is separated from grammatical explanation.
Teaching DMs in context: other propositions
Based on these studies, it seemed interesting to provide relevant material for both implicit and explicit instruction of DMs. The aim is to illustrate the most frequently used functions of one or several DMs through various contexts, and how the core meaning interacts with these contexts. But in order to focus on this meaning, it is useful to build a specific context, that is to create a dialogue, which helps to underline the main semantic traits of the DM. It is a kind of enriched, though inauthentic, input. I will keep to the example of the DM voilà, as a starting point that will help to deal with other DMs.
As seen above, voilà should first be shown in the various contexts with which it is most frequently associated. Learners can then be asked to explain the use of this DM in different contexts. But it would be interesting to offer, at least for learners at B1 level, another way of teaching DMs without resorting to daunting explanations, but with the help of exchanges modeled on authentic data.
Example 1: contrastive exchanges
In order to highlight the relevance of the semantic and pragmatic meaning of voilà, contrastive, binary models of exchanges might be proposed that focus on two different DMs. and deictic meaning, so that the information ratified by voilà is considered to be expected. So, in order to increase awareness of the differences between these two affirmative DMs, which are both very frequent in spoken French, one might propose inauthentic model exchanges:
In a travel agency, C is the customer, and E is the employee With these stereotyped exchanges, it would be easier for the teacher to explain this semantic opposition.
Application 2: models of contrastive interactions
How might voilà be presented as a concluding or opening marker? The aim is also to show the core meaning of voilà: in concluding or opening an interaction, voilà the same meaning.
Voilà, as a consensual marker, is used at the end of a script, as confirmation of an expected conclusive sequence. It rarely occurs in conversational interactions (without a script), where it is replaced by tiens (opening) or bon (conclusion), as Traverso (1996) has demonstrated. Table 3 . Contrastive dialogues
Conclusion
Teaching DMs in FFL or other foreign languages is a real challenge. We have proposed here a basis for helping teachers to do that. We have shown that the use of DMS in French is very important in conversation, but very difficult to explain. They vary according to the context, and after all according to sociopragmatic parameters. Explaining DMs only through the context where they appear leads to multiplicate the functions of one DM depending on one particular context. As a result, teachers and learners might feel lost by the extreme variability of the DMs. Our approach try to reduce this variability, as it demonstrates that DMs prescribe linguistic systems and do not only vary according to external contexts. It is obvious that learners should not use the dialogues presented above for repetition. They are suitable for raising 'metapragmatic' awareness by making the frequent functions and main semantic traits of a DM salient. To conclude, this type of dialogue and exchange is not aimed at imitating the reality of spoken language, but at stylizing it. The goal is to build an ideal model of dialogue based on statistical and semantic studies, with the intention of exaggerating reality: certain semantic traits and functions are highlighted, whereas they are often invisible in a spontaneous conversation.
